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ABSTRACT. The Content and Language Integrated Learning (CLIL) approach has been broadly adopted 
and extensively researched at different educational levels across European contexts. It is also becoming 
popular in Asian settings due to its dual focus on developing both language skills and content knowledge. 
It aims to empower learners with high mobility and employability in the globalized job market. However, 
successful implementation of CLIL in these countries has been difficult for various reasons, including lack 
of suitable CLIL-based curricular materials. This study reports how an English for Specific Purposes (ESP) 
teacher, who is also a CLIL practitioner, worked collaboratively with an English learner who has profession-
al, industrial internship experience, to produce contextualized CLIL learning materials for tertiary educa-
tion. It also examines to what extent the self-designed CLIL materials satisfy standards of good quality. In 
total, 47 English-major first-year students joined the study in a national polytechnic university in Taiwan. 
The results reveal that CLIL learners have a fairly high expectation of quality materials, and our design 
received 5%–25% lower agreement than the criteria. Moreover, learners’ gender, language proficiency and 
previous secondary school major were factors that affected how they perceive the criteria of quality and 
our own CLIL materials. This demonstrates complexities of designing CLIL-based curricular materials ad-
dressing learners’ individual differences (especially in terms of needs and expectations) in a polytechnic 
university with pedagogic implications.
Keywords (Source: Unesco Thesaurus): Textbook production; evaluation criteria; evaluation methods; bilingual 
education; tertiary education; higher education; Taiwan.
RESUMEN. El enfoque de aprendizaje integrado de contenidos y lenguas extranjeras (AICLE) ha sido am-
pliamente adoptado e investigado en diferentes niveles educativos de contextos europeos. También se ha 
vuelto popular en los entornos asiáticos debido a su doble enfoque en el desarrollo de las habilidades 
lingüísticas y del conocimiento de contenido. Tiene como objetivo empoderar a los estudiantes con alta 
movilidad y empleabilidad en el mercado laboral globalizado. Sin embargo, la implementación exitosa 
de AICLE en estos países ha sido difícil por varios motivos, entre los que se incluye la falta de materiales 
curriculares adecuados basados en AICLE. Este estudio informa cómo un maestro de inglés con fines espe-
cíficos (ESP), que también es un profesional de AICLE, trabajó en colaboración con un estudiante de inglés 
que tiene experiencia profesional en pasantías industriales, para producir materiales de aprendizaje AICLE 
contextualizados para la educación superior. También analiza en qué medida los materiales AICLE diseña-
dos por ellos mismos cumplen con los estándares de buena calidad. En total, 47 estudiantes de primer año 
de inglés participaron en el estudio en una universidad politécnica nacional de Taiwán. Los resultados rev-
elan que los alumnos de AICLE tienen unas expectativas bastante altas en cuanto a materiales de calidad y 
nuestro diseño recibió una aceptación del 5 % al 25 % más bajo que los criterios. Adicionalmente, el género 
de los aprendices, el dominio del idioma y la previa profundización de la escuela secundaria son factores 
que afectaron la manera en que perciben los criterios de calidad y nuestros propios materiales AICLE. Esto 
demuestra las complejidades de diseñar materiales curriculares basados en AICLE que abordan las difer-
encias individuales de los aprendices (especialmente en términos de necesidades y expectativas) en una 
universidad politécnica con implicaciones pedagógicas.
Palabras clave (Fuente: tesauro de la Unesco): producción de libros de texto; criterio de evaluación; método de 
evaluación; educación bilingüe; educación de tercer ciclo; enseñanza superior; Taiwán.
RESUMO. A abordagem de aprendizagem integrada de conteúdos e línguas estrangeiras (AICLE) tem sido 
amplamente adotada e pesquisada em diferentes níveis educacionais de contextos europeus. Também 
tornou-se popular em contextos asiáticos devido ao seu foco duplo no desenvolvimento de habilidades da 
linguagem e do conhecimento de conteúdo. Seu objetivo é capacitar os alunos com alta mobilidade e em-
pregabilidade no mercado de trabalho globalizado. No entanto, a implementação bem sucedida do AICLE 
nestes países tem sido difícil por muitos motivos, incluindo a falta de materiais curriculares adequados 
baseados na AICLE. Este estudo relata como um professor de inglês para fins específicos (ESP), que também 
é profissional em AICLE, trabalhou junto com um estudante de inglês com experiência profissional em es-
tágios industriais, para produzir materiais de aprendizagem AICLE contextualizados para o ensino superior. 
Também analisa até que ponto os materiais AICLE projetados por eles cumprem com as normas de boa 
qualidade. No total, 47 estudantes de inglês do primeiro ano participaram do estudo em uma universidade 
politécnica nacional em Taiwan. Os resultados revelam que os alunos de AICLE têm expectativas bastante 
altas em relação aos materiais de qualidade e que nosso design recebeu uma aceitação de 5% a 25% abaixo 
dos critérios. Além disso, o gênero dos aprendizes, o domínio da língua e a especialização prévia no ensino 
médio são fatores que afetam a maneira em que eles percebem os critérios de qualidade e nossos próprios 
materiais AICLE. Isto demonstra as complexidades de planejar materiais curriculares baseados no AICLE 
que abordam as diferenças individuais dos estudantes (especialmente em termos de necessidades e expec-
tativas) numa universidade politécnica com implicações pedagógicas.
Palavras-chave (Fonte: tesauro da Unesco): produção de livros de texto; critérios de avaliação; método de avalia-








































































































The Content and Language Integrated Learning (CLIL) approach has 
been emerging rapidly in European, South American and Asian con-
texts, where English is used as a second language, and where there is a 
national drive to pursue economic development and social modernity 
(Lin, 2016). Its dual focus on accommodating both content and lan-
guage achievements has drawn the attention of the government sector 
and scholars, as it is expected not only to equip learners with proficient 
language skills and content-based knowledge, but also to empower 
them with high competitiveness of employability and mobility in the 
globalized economy (Lo & Lin, 2015). Extensive evidence of success-
ful CLIL implementations and their positive effects on developing lin-
guistic performance, content achievements or learning motivation and 
“can-do” attitudes have been documented at various education levels 
across Europe (e.g., Breidbach & Viebrock, 2012; Cañado, 2018; Marsh, 
2000; Navarro-Pablo & Jiménez, 2018) and in some Asian and South 
American contexts such as Japan, Taiwan, or Argentina (e.g., Banegas, 
2011; Ikeda, 2013; Lo, 2015; Pinner, 2013; Riddlebarger, 2013; Yang, 2015; 
OEASOL, 2018) in addition to the fact that learning content knowledge 
through a foreign language may also bring learners additional cogni-
tive and psychological loads (Roussel, Joulia, Tricot, & Sweller, 2017).
In Taiwan, at the tertiary level, different teaching methods or 
strategies such as English for specific purposes (ESP) and English used 
as a medium of instruction (EMI) have been growing rapidly around the 
country in response to the requirements of globalization. The quickly 
emerging CLIL approach, planned as a centralized object at institution-
al or regional levels (Morton, 2013), has been applied with the hope of 
learning English and subject knowledge concurrently. Yet, ESP and EMI 
stand for the two extremes of language-based and content-oriented 
courses in a continuum of integrating language and content learning 
(Yang, 2016), and the course books used under each may not be suit-
able for CLIL education. Thus, there is an urgent need to prepare tai-
lor-made CLIL learning materials for its learners, although preparing 
them may increase teachers’ workload and require a balanced exper-












































































study reports how the CLIL materials in a Taiwan polytechnic univer-
sity course were designed in collaboration with a student professional 
with an extensive industrial experience. Most importantly, discussing 
the standards of quality in designing materials to meet quality CLIL 
standards is also very important in this study, as the evaluation of such 
materials is scarce in the literature. To the best of our knowledge, our 
design could be the first contextualized set of CLIL materials intended 
for a non-language subject for which it was recommended to deliver 
the content using CLIL in higher education in Taiwan. The evaluation 
of this material can shed light on the uptake of CLIL curriculum plan-
ning and material development.
Literature Review
Currently, there is a shortage of CLIL course books or materials (Coyle, 
Hood, & Marsh, 2010), and CLIL material development is still in its in-
fancy (Floimayr, 2010). It is still classed as part of the ELT course book 
market, as they bring an innovative and profitable component, different 
from general ELT course books (Banegas, 2014). Yet, these international 
series of EFL or CLIL-driven materials without much appropriate adapta-
tion are usually not cognitively engaging or connected to the local con-
text where they are used because they are intended to cater to a wide 
range of educational settings, and are, thus, generally not suitable for 
integrating subject matter and language learning (Banegas, 2014; Bell 
& Gower, 2011; Tomlinson, 2012). Coyle, Hood, and Marsh (2010) also 
maintain that the CLIL materials produced under the Teaching English 
to Speakers of Other Languages (TESOL) umbrella tend to overlook the 
balance of content and linguistic presentation, aspects of courses, mod-
ules, and units. In other words, CLIL materials should be developed in 
accordance with the specific context, considering local school cultures 
and curricula and involving the efforts of CLIL practitioners. Contextu-
alisation in Coyle’s (2007) 4Cs framework is an important concept for 
ensuring success of CLIL-based learning across diverse contexts.
The issues in relation to the human resources eligible to write CLIL 







































































































bate. In the study of Baecher, Farnsworth, and Ediger (2014) on iden-
tifying the patterns of CLIL materials written by EFL teachers, it has 
been reported that it is much more difficult to include language target 
than content knowledge in the materials and that the writers tend to 
address the learners’ four language skills, grammar, and vocabulary 
knowledge rather than content-based educational targets. On the oth-
er hand, grammatical structure, language functions and learning strat-
egies are often overlooked. A similar situation was further confirmed 
by Banegas (2015), who found that language teachers focus more on 
content than on language knowledge when developing CLIL-based cur-
ricular material. In Nikula’s (2012) study also reveals the same prob-
lem: The activities and tasks in the designed CLIL materials tend to 
offer more support for content learning, whereas language teaching is 
less apparent. 
Meanwhile, Cummins’ (1992) linguistic dichotomy, called Basic 
Interpersonal Communication Skills (BICS) and Cognitive Academic 
Language Proficiency (CALP), is used to ensure the balance between 
linguistic demands and content. Tasks are, thus, designed to support 
learners to achieve the required educational targets and to make lin-
guistic environment from context-embedded to context-reduced by 
using language and integrating language with content, which prom-
ises pedagogic support from cognitively undemanding contexts to 
cognitively demanding contexts (Banegas, 2014). Besides, to achieve a 
balance between the content and language components, collaboration 
between content and language teachers is encouraged by CLIL scholars 
such as Pavón-Vázquez, Ávila-López, Gallego-Segador, and Espejo-Mo-
hedano (2015) or Prochazkova (2013). Chien (2017) also suggested col-
laboration between native speakers of the target language and non-na-
tive speakers when producing CLIL materials. 
Compared to the significant amount of research on how to eval-
uate course books, in particular for EFL and ESL, there are a few 
well-established criteria specifically for evaluating CLIL materials. As 
discussed by Banegas (2014), some ESL/EFL course books, e.g., for ESP 
purposes, may be treated as a weak form of CLIL materials where lan-
guage classes are taught by CLIL language teachers with great use of 
content, aiming to develop the learners’ content-based language pro-












































































may not precisely fit evaluation of CLIL materials because the majority 
of these principles focus on language elements and presentation and 
tend not to engage much with disciplinary knowledge. For instance, 
commonly used criteria are those of Ur (1996), who offers a check-list 
for judging grammar and pronunciation presentations, vocabulary 
practice, grading, sequencing, cultural and pedagogical concerns and 
interesting topics.
Morton (2013) surveyed European CLIL teachers’ practices and per-
ceptions in finding, adapting, creating and using materials in second-
ary education and found that a great majority of the teachers would be 
willing to create their own CLIL materials, although it consumes much 
effort and time. Yet, they also showed great concerns about appropri-
ateness of materials for the learners they teach in terms of both con-
tent and language difficulty in their educational or cultural contexts. 
Besides, Banegas (2014) used content analysis to describe CLIL-oriented 
EFL course books, and found that those publisher-made materials rare-
ly provide connections between subject knowledge and school curric-
ula in the learners’ L1, have oversimplified subject content, and place 
much focus on training reading skills, with little chance for learners 
to develop high-order thinking skills. Thus, he concludes that CLIL el-
ements in EFL materials are superficial, and there have been a few en-
deavors to promote bilingual education. However, one major difficulty 
of conducting an evaluation of contextualized materials and needs is 
that it creates extra workload for CLIL practitioners (Mehisto, 2008). 
Although course-book evaluation might be considered a necessary 
evil, there is no fixed formula or system for judging course books (Shel-
don, 1988). In addition, evaluating course books helps decision-makers 
become agents of change and enhances their standards of profession-
alism within their academic communities (McGrath, 2013). Ball, Kelly, 
and Clegg (2015) suggest seven principles for CLIL material design, in-
cluding “the primacy of task, prioritising the three dimensions of con-
tent, guiding input and supporting output, scaffolding and embedding, 
making key language salient, the concept of difficulty in didactic mate-
rials, and thinking in sequences” (p. 176). Mehisto (2012) proposes com-
prehensive standards exclusively for planning quality CLIL materials, 







































































































make the learning intentions (language, content, learning skills) and 
process visible to students, systematically foster academic language 
proficiency, foster learning skills development and learner autono-
my, include self, peer and other types of formative assessment, help 
create a safe learning environment, foster cooperative learning, seek 
ways of incorporating authentic language and authentic language 
use, foster critical thinking, foster cognitive fluency through scaf-
folding of a) content, b) language, c) learning skills development 
helping student to reach well beyond what they could do on their 
own, and help to make learning meaningful. (Mehisto, 2012, p. 17–25)
However, no study so far has adopted these standards to appraise 
publisher-made or contextualized self-designed CLIL course books and 
materials. Besides, as Coyle, Hood, and Marsh (2010) argue, research is 
still needed to investigate the effectiveness of CLIL materials from the 
perspectives of design and task.
Hence, the present study hopes not only to bridge this gap, but also 
to focus CLIL scholars’ and practitioners’ attention on developing and 
appraising contextualized bilingual education learning materials by 
working with a team of students with 1 year of professional industrial 
internship experience, instead of content experts. 
To be specific, our research aims to answer the following questions:
1. What are CLIL learners’ perceptions of the principles of quality 
CLIL materials?
2. To what extent do the contextualized self-produced CLIL materi-
als conform to quality CLIL materials?
3. Are there any significant differences in learners’ perceptions ac-
cording to variables such as gender, English proficiency, previous 
high-school major and intended destination for internship? If yes, 
what may cause them?
Methodology
Research participants and context
The research context is a Taiwanese national polytechnic university 












































































“sandwich curriculum,” which requires all undergraduate students to 
successfully complete one year of industrial placement, either domes-
tically or overseas in their third year. They, then, return to the univer-
sity to continue with their last year of studies. The teaching materi-
als developed in this study are intended for the 47 first-year students 
majoring in Applied English Language Studies (AELS), with 34 female 
and 13 male students aged 18. Out of these students, 85% (40) majored 
in English/foreign language in their secondary education while the re-
maining seven students (15%) were not previously language majors. 
The majority (82.6%) reached an average English proficiency level of 
between B2 and C1 according to the Common European Framework of 
Reference for languages (CEFR). The Applied English (AE) department 
has partnered with the International College of the University, and 
aims to prepare graduates with a high employability and mobility by 
integrating content and English teaching. Thus, nearly half of the stu-
dents (48.9%) will consider going overseas (to English-speaking coun-
tries) to complete their industrial placement, while 21.3% would like to 
stay in Taiwan, and 29.6% had not yet decided at the time of this study.
One core content course required by the College is “Introduction 
to Hospitality and Tourism” (IHT). This course was previously delivered 
mainly in Mandarin Chinese, which is the participants’ L1. However, in 
order to attract international students, empower local students’ En-
glish skills and increase their future employability and global mobility, 
the college working together with its affiliated departments is attempt-
ing to conduct some content courses using the CLIL or EMI approaches. 
The AELS students are the first participants to use these in-house tai-
lor-made CLIL materials, and IHT could also be their first CLIL course, 
differing from their previous experiences of hospitality and tourism 
content courses.
The course is always delivered during their first year in University, 
and consists of 18 weeks with 3 hours per week, with the hope of equip-
ping them with essential knowledge on Hospitality and Tourism (H&T) 
before their internships. Normally, these AELS students have a relatively 
high command of English compared to their peers at entry, and they are 
required to pass CEFR level B2 before graduation. Students in a Taiwan 
polytechnic university mainly come from vocational high schools, and 







































































































school; the remainder had a hospitality or tourism relevant major. In 
other words, the majority of the current learners have a strong language 
background but no H&T training, whereas some have H&T knowledge 
with a low command of English. This situation poses challenges for 
combining content and language in CLIL materials. The total number 
of learners taking the IHT class is 47, and they were invited to join the 
research as well during the 18th week, the final week of the semester.
Developing CLIL materials for the course
The initiative of designing IHT materials for the CLIL approach was 
raised by one Taiwanese language teacher, also a CLIL practitioner in 
the AELS department, who was also the lecturer of the course and the 
researcher of the present action research study. Instead of using the 
Chinese textbooks or English content books designed for native speak-
ers, which is the approach adopted by all the teachers teaching ICH 
across the university, he decided to develop his own CLIL materials for 
the course. Authentic materials were adapted in line with the teaching 
goals, which is believed to be the most promising option for developing 
CLIL materials (Moore & Lorenzo, 2007). The aim was to develop mate-
rials with a dual focus, i.e., language and content. Usually CLIL or EMI 
scholars (e.g., Lagabaster, 2018) argue for a close collaboration between 
content teachers and language experts in teaching or developing CLIL 
curricula and materials. However, due to the concerns of the teachers’ 
various mindsets, time availability and how much teachers should be 
paid for their involvement, such collaborative teaching or cooperation 
appears to be rather difficult in Taiwan. 
Hence, the teacher decided to work with a final year student to de-
velop CLIL materials, because any final year student in the researched 
setting who has successfully completed his/her job placements, not 
only has good language skills, but also clearly understands what con-
tent knowledge is really useful for AELS undergraduates to acquire 
during their internship. This co-developer was also employed as the 
research assistant in the present study. He has an English proficiency 
level ranging from CEFR B2 to C1. Before starting the material design, 
he was instructed about the principles of CLIL and which activities can 












































































(2010) suggestions for designing language elements, communicative, 
cognitive and learning skills in CLIL materials. 
The course materials are topic-based. In total, 14 topics in 14 units 
about hospitality, food and beverages (F&B) and tourism were select-
ed. This student-professional worked cooperatively with the language 
teacher to select appropriate reading passages focusing on each topic. 
The texts were mainly retrieved from the Internet and then purposeful-
ly re-written or adapted targeting specific linguistic elements for learn-
ing. In other words, the selected course and its designed CLIL materials 
not only match the needs of stakeholders and learners, but also concur 
with the school curriculum (Evans, Hartshorn, & Anderson, 2010).
Each unit follows the same sequence and patterns to display the 
content. They include warm-up questions, content reading, compre-
hension checks, technical vocabulary practices, two communicative 
activities for learners to exhibit their language skills and content 
knowledge, cognitive activities to engage them in using higher-order 
thinking skills, and, finally, learning activities to foster the learning 
skills that are helpful across the curriculum (see Appendix B for a sam-
ple unit). In general, each unit tries to accommodate the development 
of the 4Cs in the CLIL framework, i.e., content, communication, cog-
nition, and culture (Coyle, 2008). The first four units were completed 
before the beginning of the course, and the rest were written while the 
course was ongoing, so the writers had chances to modify the materi-
als after receiving comments and feedback from both learners and in-
structor. This collaborative, developing model is quite distinct from the 
previously mentioned CLIL-focused practices in the literature review. 
Instrument and analysis
After one semester of trial use, a summative evaluation of whether 
the self-designed materials reached the pedagogical targets and the 
claimed CLIL benefits from the learners’ perspectives was conducted. 
A questionnaire was, thus, designed (see Appendix A for the English 
version). Since no well-established evaluation forms had been specifi-
cally designed for this purpose, our own form was developed by adopt-
ing Mehisto’s (2012) criteria for producing quality CLIL materials. The 







































































































quirements. The general principles can be applied to appraise course 
books or materials in any subject, and include principles such as guid-
ing learners to seek other resources for learning, assisting students in 
building learning skills or stimulating critical and creative thinking. 
In addition, 10 specific standards were added, together with their ra-
tionales and examples for writing quality CLIL materials, including 
to help “learners reach well beyond what they could do on their own, 
build a sense of security in experimenting [with] language and con-
tent, or increase the likelihood that both content and language learn-
ing will be meaningful” (Mehisto, 2012, p. 17). Moreover, quality CLIL 
materials should conform to other requirements, such as the consid-
eration of technical requirements and environmental or social issues, 
which are also viewed as the essential norms in any quality educa-
tional material design as CLIL material “does not operate in a world of 
its own” (Mehisto, 2012, p. 30). 
Mehisto’s checklist contains many key features of what makes 
learning materials effective, and may be applicable to other education-
al contexts, but these features place more stress on main themes in 
second language pedagogy and pedagogical thinking (Morton, 2013). 
These principles were transformed into our question items to evaluate 
materials. Questions eliciting the students’ judgment of the weight of 
content and language in the materials were also added.
The bilingual questionnaire in both Mandarin Chinese and En-
glish is composed of four main sections: the participants’ demograph-
ic information (4 items), their perceptions of the quality of the CLIL 
materials (16 items), the evaluation of the current CLIL materials (16 
items), and one open-ended question, resulting in a total of 37 ques-
tions. We were also interested in knowing if their opinions would differ 
according to the variables of their present English proficiency, high-
school major and intended location for future internship (in Taiwan or 
overseas). The questionnaire was provided in an online format and its 
reliability reaches Cronbach’s alpha .964. At the end of the semester, 
all the first-year students who were taught the target CLIL course were 
invited to take the survey. After receiving raw data from the 47 first-
year undergraduates, SPSS 21.0 was used to process the descriptive 
analysis, and t tests and one-way ANOVA tests were performed. The 













































































Expectations of quality CLIL materials and the current CLIL design
In the second and third sections of the questionnaire, we asked the 
47 learners what makes quality CLIL materials in their view, and their 
judgment of the extent to which the current materials meet standards 
of quality CLIL materials. It was also attempted to compare and con-
trast differences and similarities in the two sections. 
Requirement of content more than language
When judging the balance between content and language, a great ma-
jority of respondents (87.2%) believed that, in quality CLIL materials, 
both content and language portions should weigh equally, but they 
also preferred to learn more content knowledge (82.9%) than language 
skills (48.5%). In other words, most learners regard a CLIL course as a 
content-oriented course, with language learning as an academic bo-
nus while learning the disciplinary knowledge. These responses con-
form to what a CLIL course should be (Fernández, 2009). However, in 
contrast, the learners perceived our materials as placing nearly equal 
stress on content and language learning. We have to agree that the 
current materials, differing from the authentic textbooks used in the 
EMI method, tried to rebalance the weight of language and content. 
As the materials were written by an English educator and an English 
major, it is understandable that linguistic elements were treated with 
an equally important status as the content area in these dual-focused 
materials. Although CLIL claims to be dual-focused, teachers’ exper-
tise, i.e., language or content, can greatly affect how CLIL materials are 
designed and instructed.
Making learning intentions and the learning process visible
To motivate learners in learning, goals should be explicitly specified, 
and thus visible (Gardner, 1985). In quality CLIL materials, learning out-







































































































ments are planned and expected to be not only meaningful, but also 
challenging (Mehisto, 2012). Nearly all the respondents (97.7%) agreed 
with this principle, but the percentage of those who agreed with this 
general principle dropped to 72.4% when evaluating the present ma-
terials. Some of the learners may have been confused about the exact 
targets of this CLIL course, and they were also puzzled as to why the 
materials looked different from what they were used to, namely, either 
language skills or authentic content course books. It is inferred that, 
before the trial, much effort should have been invested in convincing 
the learners that CLIL is a dual-focused and beneficial approach to help 
them gain both linguistic command and content knowledge, since this 
may be their first time learning in a content-focused course under the 
CLIL approach and using CLIL materials. 
A need for highly focus on systematically fostering English learning 
and proficiency 
According to Mehisto (2012), English proficiency refers to academic 
purposes only, but in this survey it was modified to English for Specific 
Purposes because the learners in a polytechnic university are supposed 
to use English in specific working situations. Quality CLIL materials 
should be able to help learners scaffold their language learning and 
offer supplementary situated information to assist them in process-
ing language (Mehisto, 2012). About 93.6% of the respondents agreed 
with this principle in assessing CLIL materials. Yet, once again, 72.2% 
of them, with a 21% decline, believed the present materials satisfy this 
standard. The current CLIL materials were written using a topic-based 
design, and the language parts were integrated into context, making 
language use dependent on different situations and, thus, probably 
lacking the logical order. In other words, this material differed from 
the four-skills language training course books, which usually arrange 
linguistic elements systematically, purposefully from the easy to the 
difficult. The results indicate that language elements will be learnt out 
of order if the content is selected as the priority when designing CLIL 
materials, as altering the content to fit systematic language learning 
can be very challenging. In contrast, locating key and common lan-












































































Explicitly addressing learning skills development and learner 
autonomy
In addition to content and language learning, CLIL, like other educa-
tional approaches, should also be able to develop learners’ learning 
skills, which can be applied to learning other subjects as well. In addi-
tion, quality CLIL materials, similar to designing language learning ma-
terials (Cotterall, 2000), should also help learners take responsibility for 
reflecting on their learning content and process, as successful learners 
are always autonomous (Little, 1995). A total of 83% of the respondents 
agreed that quality CLIL materials should have this goal, but 72.3% of 
them believed that it was achieved in the present materials. In fact, 
the last activity in each unit, i.e., students watching a short online vid-
eo and then answering some questions, purposefully prepares learn-
ers to practice learning skills such as note-taking or memorization. 
In addition, the comprehension check after reading the passage also 
helps them develop the skills of scanning, skimming, summarizing or 
searching for keywords. However, due to the fact that learning skills are 
usually integrated and instructed implicitly via classroom activities, 
only a few respondents perceived their explicit appearance. 
Lack of interest in CLIL assessments
According to Mehisto (2013), assessments can generally help improve 
teaching practices in addition to the learners’ attitudes and engage-
ment in learning. He, therefore, argues that quality CLIL materials can 
include assessments in the areas of 
achievement of content and language goals, achievement of learning 
skills goals, use of language for various purposes, ability to work with 
authentic materials, as well as with native and non-native speakers 
of the CLIL language, willingness to experiment with content and 
language, and ongoing growth of language. (Mehisto, 2013, p. 20)
However, designing CLIL assessments is also believed to be the 
most challenging part for teachers due to its dual focus on simultane-
ous evaluation of the learners’ language and content performance, and 
difficulties of attaining different sources of evidence (Massler, 2011). 
It is interesting that the respondents’ agreement with this principle is 







































































































rials (77.6% vs. 72.3%); besides, they showed low agreement with this 
standard compared to the other evaluated principles. It is assumed that 
first-year undergraduates dislike testing after taking many formal or in-
formal tests in their secondary schooling in order to enter an ideal uni-
versity. Yet, from the teacher’s perspective, assessing learners’ achieve-
ment is very natural and necessary after instruction, in particular in 
Taiwan. These contradictory expectations of CLIL learners and material 
designers may bring about some potential risks or difficulties in fully 
implementing the CLIL approach if not considered appropriately.
Learners are not accustomed to appraising the safety of the learn-
ing environment
It is essential for educationists to offer a safe and positive learning en-
vironment in order to foster and optimize interaction among learners 
(Clapper, 2010). Materials should be designed so that students can free-
ly engage in learning without fear. Jakonen and Morton (2013) claim 
that a safe learning environment has a great effect on learning per-
formance, and this principle is also applied to the design of CLIL ma-
terials because in the communication process of the CLIL classroom, 
CLIL learners use so-called linguistic, non-verbal and paralinguistic 
features to achieve the educational demands set in advance. In other 
words, quality CLIL materials are supposed to provide appropriate nav-
igation support and respect diversity to foster inclusion, and thus, fa-
cilitate communication (Mehisto, 2013). A total of 72.3% of the respon-
dents believed that the present materials conform to this criterion, 
which is slightly lower than their 78.8% agreement with necessity of 
statement. The relatively lower agreement, compared to the previous 
standards, may result from the fact that appraising materials is not 
customary for learners in Taiwan; the learning materials published for 
use in schools are reviewed by the government and selected by teach-
ers. Thus, students may naturally assume that all of the materials used 
in classrooms are safe. However, another explanation can be that, al-
though the materials provide a safe learning environment, instructors’ 
lectures dominate the classroom and deprive learners from the op-
portunities to engage in communication, which is commonly seen in 












































































Materials facilitating cooperative learning
Peer-cooperative tasks have been viewed as essential and effective for 
motivating learners and helping them engage in meaningful interac-
tion in language learning and CLIL situations (Goldenberg, 2008; Coyle 
et al., 2010). The designed CLIL materials incorporate several tasks 
involving communicative activities that require learners to complete 
missions collaboratively. In all, 78.8% of the learners regarded this 
principle as being important, and 74.5% of them agreed that the new-
ly introduced materials fulfill this standard. Yet, the diversity is very 
narrow. These results acknowledge that the present CLIL materials 
provide learners with “language of learning” and “language for learn-
ing.” For example, the corrective design of the materials incorporates a 
professional glossary, including necessary terminology to understand 
the concepts of the content, and a section of communicative activities, 
offering students chances to successfully utilize the target language in 
specific situations.
Demand for audio-visual resources 
In quality CLIL materials, authentic texts incorporate electronic re-
sources to present natural language as it can be used for orientation 
to authentic communication and intercultural learning (Dalton-Puffer, 
2007; Mehisto, 2012; Sudhoff, 2010), and thus can motivate learners to 
learn (Pinner, 2013). In addition, the importance of visual supports in 
CLIL materials is viewed by teachers as essential (Morton, 2013). The 
newly introduced materials include resources available in the Inter-
net, such as online videos, pictures or websites, to raise learners’ inter-
est and get them engaged with authentic and meaningful interaction 
in designed activities. Altogether, 95.7% of the respondents are con-
vinced of the importance of this principle, and 38.3% view it as ex-
tremely important. Yet, 80.9% of them regarded the newly introduced 
course materials as meeting this standard, which is nearly 15% lower 
than those who agree with its importance. Actually, the content texts 
are authentic, but they were adapted and rewritten purposely in or-
der to address learners’ reading level, and also to highlight “language 
of learning.” Thus, in CLIL materials, the adaptation of authentic texts 
may make the content look like reading passages in ESL/EFL textbooks 







































































































by two respondents in the open-ended question of the survey. Anoth-
er limitation of the current materials could be the lack of diversity of 
electronic resources, such as social network platforms, which students 
nowadays frequently use. This may be owing to the fact that the lan-
guage teacher and the learners have limited information technology 
(IT) skills of integrating technology with learning materials on a large 
scale in the current study. Thus, in addition to content knowledge, lan-
guage teachers who think of designing their own CLIL materials should 
be equipped with extra IT knowledge, or at least cooperate with or seek 
assistance from experts. 
Blurred concepts of critical thinking
Quality CLIL materials should help develop learners’ higher order and 
critical thinking skills by helping them apply, analyze, evaluate and 
create something on the basis of the information provided in the ma-
terials (Mehisto, 2013), as these intellectual skills are the core of CLIL 
learning (Meyer, 2015). A total of 85.1% of the respondents agreed with 
this criterion, while about one quarter (only 74.5% agreed) did not be-
lieve our design could help foster critical thinking. Indeed, each unit 
of the current book contains one specific section to develop cognitive 
skills; it contains three basic questions that can easily be answered by 
looking at the pictures provided, and comparing, contrasting or sum-
marizing, and another three deeper questions that require learners to 
“think behind the pictures” in order to answer them by synthesizing, 
evaluating, or predicting. The possible causes of the relatively lower 
agreement can be that, firstly, the course was dominated by the in-
structor’s lectures without allowing time for learners to raise ques-
tions, and secondly, the learners may not clearly realize the meaning of 
“critical thinking,” and thus cannot sense its actual training when the 
instructor did not explicitly specify the purposes of asking the three 
probing questions. In addition, judging whether the materials develop 
critical thinking skills is also “critical,” as the evaluation of these skills 
may not yet be standardized in the literature. 
The need to scaffold through material advancing learning
Mehisto (2013) and Walqui (2006) argued that, compared to their non-












































































cognitive load in order to simultaneously process language and con-
tent. Therefore, quality CLIL materials should be able to offer addition-
al scaffoldings to guide students in their learning. They suggest that 
CLIL materials and practitioners apply strategies of modeling, bridg-
ing, contextualizing, schema building, representing text and develop-
ing meta-cognition to help learners avoid cognitive overload. In all, 
95.7% of the respondents believed that quality materials should help 
them reach well beyond what they could do on their own, and 83% of 
them agreed that the newly produced materials reach this standard. 
At the beginning of each unit, the warm-up questions are forwarded in 
order to connect the learners’ previous understanding or experiences 
with the target content. The learning activity section is also designed 
to equip them with learning skills to plan, monitor and evaluate on 
their own. Besides, one teaching assistant who was a final year student 
always sat in the class and was ready to provide real examples to help 
elaborate and clarify domain knowledge and concepts based on his 
internship experience in the hospitality and tourism industry. Hence, 
the majority of the respondents agreed that the current CLIL materials 
can be deemed as quality materials.
Meaningful learning gaps in the current CLIL materials
Making learning meaningful is the last specific principle of design-
ing quality CLIL materials. CLIL materials should create meaningful 
and supportive learning experiences for learners (Marsh, Mehisto, 
Wolff, & Frigold Martin, 2012), helping them engage in authentic and 
meaningful communication in meaningful situations (Coyle, 2007; 
Ioannou-Georgiou, 2012). The materials should connect the learners’ 
previous learning experiences, interests, lives and communities to the 
new content; quality CLIL materials can exhibit relevance of the in-
tended learning (Mehisto, 2013). As suggested by Fortune (2000), the 
CLIL materials built on content-based thematic concepts can help 
achieve this linking. Nearly all the participants (97.9%) consented to 
the importance of this criterion; yet, 76.6% of them felt that the pres-
ent materials met the principle, showing a 20% gap between their ide-
al materials and how they perceived the materials developed in this 
study. In fact, the majority of these students had no background in 







































































































ing a content course under the CLIL approach, whereby they need to 
process content knowledge through a foreign language. This makes 
learning a little different, complicated and challenging, and they have 
to concentrate well in order to become successful CLIL learners (Seik-
kula-Leino, 2007). It is likely that, due to their dual stress, anxiety and 
uncertainty, they showed relatively less agreement with the newly 
produced materials. Apparently, the explicit linkages, connections or 
incorporations built on their previous experiences and then related to 
the intended learning should have been more boldly highlighted in the 
materials in this experimental trial. 
A need for inclusion of ICT and integration of social issues 
In addition to the above-mentioned specific criteria used to evaluate 
the CLIL materials, the learners were also asked to judge if the ma-
terials match appropriate technical requirements and if they include 
environmental and social issues, which can be generally applied to 
evaluating non-CLIL materials as well. A very high percentage (93.6%) 
of the students agreed on the need for inclusion of technical designs, 
but, to our surprise, a low percentage of the respondents agreed on 
the necessity of including environmental issues (72.4%) and social is-
sues (76.6%) in the materials. They also did not agree that our design 
complied with these principles (68%, 68.1%, and 61.8%, respectively). 
As previously discussed, integrating technical or electronic resources 
with materials is highly demanded by both learners and CLIL practi-
tioners (Morton, 2013). Visualized materials not only motivate learners 
but also help them to connect to their previous experiences and to low-
er negative affective loads on learning content in a foreign language 
(Seikkula-Leino, 2007). Apparently, the newly designed material did not 
reach the learners’ expectations due to the designers’ limited IT skills, 
and the fact that the current materials are formatted as handouts for 
trial usage instead of being a formal printed copy. 
In hospitality and tourism trends, environmental and socials is-
sues are core concerns nowadays for both product sellers and buy-
ers. Environmental-friendliness, social equality, and mutual respect to 
avoid any possible destruction and discrimination are becoming core 
values when hospitality and tourism businesses plan or operate their 












































































such as eco-tourism, human activities in world heritage sites, work-
ing ethics, carbon footprint of food and beverages or tours for minori-
ties for discussion and reflection in the classroom; however, our CLIL 
learners were probably not used to discussing or reflecting on these 
issues in class under their traditional education system and learning 
culture, which may have led them to believe that these requirements 
are not very important.
Differences among the variables of gender, high school major, and 
English level
In addition to the descriptive analysis of the data, t-tests and One-
way ANOVA were performed to examine if any significant differences 
existed among different variables when the respondents evaluated 
quality and the newly designed CLIL material. Four variables were de-
termined in the survey: gender, high school major, English proficiency, 
and students’ intended internship destination. All the variables re-
vealed statistical differences except intended internship destination. 
The learners’ varied English proficiency had the greatest effect on the 
extent to which they agreed that the criteria applied to quality and to 
our CLIL materials. Tables 1 and 2 tabulate those differences accord-
ing to the variables.
Table 1. t-test on gender and high school major
Gender
Quality CLIL materials foster cooperative learning.
t=-2.675, <.05*
High school major
Quality CLIL materials seek ways of incorporating authentic 
language and authentic language use. 
t=-2.112, <.05*
*Significance level set at .05 
Source: Own elaboration.
Table 2. One-way ANOVA on English proficiency
Quality CLIL materials systematically foster English 
proficiency.
F(4:42)=2.930, p<.05
Quality CLIL materials foster learning skills 








































































































*Significance level set at .05
Source: Own elaboration.
In contrast to female learners, it appears that male CLIL learners 
would significantly emphasize the importance of cooperative learning 
in quality CLIL materials. Generally, female learners are better language 
learners in terms of motivation, confidence or proficiency than males 
are (Diab, 2000), and this proposition is applied to the current partic-
ipants according to their entry English performance. In other words, 
it is assumed that female students may have fewer difficulties and 
have more positive attitudes towards using the target language to learn 
content knowledge than male students do. Thus, it is because of ex-
tra demands on learning content through a foreign language that male 
learners would naturally need reliance on cooperation with peers while 
learning the new content that is being taught under the CLIL approach. 
However, when they judged the designed materials, there was no sig-
nificance between male and female students indicating that the newly 
provided material helped foster cooperative learning for both genders.
Those undergraduates with non-language high school majors, i.e., 
hospitality and tourism majors, expressed significantly higher agree-
ment than their language-major peers with the statement that quality 
CLIL materials should incorporate authentic language and its use. The 
former students had already learnt essential hospitality and tourism 
knowledge taught in Mandarin Chinese in high school, and thus, they 
naturally expressed a high expectation that, in the CLIL classroom, the 
content should address authentic situations with authentic communi-
cation to realize its dual-focused aim; otherwise, content instruction 
may become repetitive or even redundant for them.
As Table 2 shows, differences in the learners’ English proficiency 
was the reason for the greatest divergences in their evaluation of qual-
ity and the present CLIL materials. CLIL has been criticized as an elite 
approach, favoring learners with high language proficiency and priv-
Quality CLIL materials help students to reach well 
beyond what they could do on their own.
F(4:42)=2.810, p<.05
The designed materials systematically foster English 
proficiency.
F(4:42)=2.940, p<.05












































































ileged socio-economic backgrounds (e.g., Bruton, 2011, 2013; Fernán-
dez-Sanjurjo, Fernández-Costales, & Arias-Blanco, 2017). Our results 
reveal that those learners with low English proficiency and non-lan-
guage backgrounds gave relatively high endorsements of the impor-
tance of materials systematically fostering English proficiency. As dis-
cussed previously, their purpose to study in the English Department 
seems to be to strengthen their language skills rather than the content 
knowledge, which they had very likely learnt in high school. The same 
concern may also explain their high demand for quality CLIL materials 
that foster learning skills and learner autonomy. Hence, they may need 
peer assistance to complete the class tasks cooperatively, particularly 
in the area of language output. 
However, in contrast, those with high English proficiency perceived 
that the current materials offered them a few opportunities to work 
cooperatively with their classmates. It is presumed that the language 
intended for learning in the designed materials is not challenging 
enough because usually these high achievers are able to complete ac-
tivities and tasks individually without relying on their peers’ (those 
with comparatively poor English command) help. These responses in-
dicate that self-designed CLIL material designers may attempt to ease 
the aim and scope of content and language in order to accommodate 
the dual focus of CLIL. In other words, learners’ different needs of the 
CLIL courses and their different previous majors lead to a compromise 
of deciding the weight of content and language in the materials. This 
situation raises problems for CLIL implementation in Taiwan’s poly-
technic universities as students in these universities mainly come 
from two divergent tracks, relevant majors and non-relevant majors, 
in vocational high schools.
Conclusion with Implications
This study investigated CLIL learners’ perceptions of quality CLIL ma-
terials and to what extent they agreed that the designed CLIL materi-
als met the above standards. A survey was designed with this purpose, 







































































































polytechnic university in Taiwan joined the study. The CLIL materials 
were designed with the cooperation of a language teacher and a fi-
nal-year student professional who had completed his one-year indus-
try placement. The materials consisted of 14 theme-based units main-
ly addressing target subject knowledge of hospitality and tourism. The 
teacher designer, who is also the instructor of this CLIL course, ad-
ministered the questionnaire in the final week of the semester after 
the first trial of the material. The results reveal that, in general, the 
respondents highly with the principles of quality CLIL materials, based 
on Mehisto’s (2013) principles. When judging the current CLIL materi-
als, their level  of agreement dropped by 5%–25%, indicating that the 
newly used materials have room for improvement, and that CLIL is still 
in its infancy. It was also found that the variables of learners’ gender, 
previous major at high school and English proficiency cause a number 
of significant differences among groups, such as the various levels of 
English proficiency, expectations regarding the course and their previ-
ous knowledge of the content and the target language, mirroring not 
only the importance, but also the difficulties of carrying out a needs 
analysis in CLIL execution in Taiwan’s polytechnic universities. 
The study also has the following pedagogical implications. Firstly, 
differing from the CLIL literature, it is believed that language experts 
working together with student professionals who have a target lan-
guage major and industrial work experience are able to design CLIL 
materials. Other than the team cooperation between content and lan-
guage experts, collaboration with student professionals is viewed as a 
new alternative for developing CLIL curriculum and design materials. 
The production can be contextualized to fit what the learners actually 
need in the job market, and can be shared with other CLIL practitioners 
in similar contexts (Morton, 2013). Furthermore, IT experts could also 
be part of the design team, as earners today greatly rely on content 
integrating technology resources, which will help motivate them and 
connect them to their previous learning experiences.
Since CLIL is still a relatively new educational approach in Tai-
wan’s tertiary education, it is suggested that its core stakeholders, i.e., 
the learners, should be well informed of its implementation before-
hand. Integrating content and language could be a novel idea, but the 












































































ences and effects of the approach will bring, compared to what they 
are used to, helping lessen the likely psychological loads, such as un-
certainty, stress, anxiety or resistance to learning disciplinary knowl-
edge in a foreign language. 
Following the preceding implications, offering bridge programs 
may be helpful to reduce cognitive loads. ESP courses have been sug-
gested by several scholars (e.g., Arnó-Macià & Mancho-Barés, 2015; 
Yang, 2016) as being useful to scaffold learners, preparing them to 
make transition from being language learners to CLIL learners. More-
over, ESP practitioners can also play a mediating role in helping CLIL 
learners link language and content (Taillefer, 2013). Indeed, whether 
there is a provision of language bridging can be a determiner to ac-
cept or reject this approach if learners have relatively low language 
command. Finally, similar to ESP, needs analysis is also regarded as 
essential and beneficial in defining programs, designing CLIL curric-
ula and materials, and preparing CLIL teacher training (Ruiz-Garrido 
& Fortanet-Gómez, 2009). This task is particularly important, though 
challenging, when learners have various course expectations, knowl-
edge in previous academic backgrounds and English levels. Very often, 
curriculum reforms or material design are based on the policy and per-
ceived needs of educators or teachers. However, it is not so often that 
the major stakeholders’ needs, mainly those of learners, are analyzed 
and accommodated. Industry needs are also, sometimes, overlooked. A 
holistic needs analysis including all stakeholders, before an implemen-
tation, would help reduce doubts and increase feasibility in the eyes of 
the public. It is speculated that students’ relatively low agreement with 
the newly provided CLIL material matching the principles of quality 
materials may be partly due to the insufficient preparation of the CLIL 
teachers. Thus, proper CLIL teacher training, which is scarcely avail-
able now in Taiwan at tertiary level, can also be designed and offered 
in advance. 
To the best of the researcher’s knowledge, the designed CLIL mate-
rials, their trial execution and this investigation may be one of the first 
such attempts in a Taiwanese university. Hence, several measures can 
be taken to complement it in the future. Firstly, an integration of quali-
tative designs is doable. The majority of the explanations or arguments 







































































































and inferences. Thus, further interviews with CLIL learners and student 
designers are suggested to deeply probe their viewpoints and concerns 
about CLIL material design. In addition, content teachers’ perceptions 
can also be examined since a hard CLIL course is a content course, but 
in the current study, they were not considered at the beginning. They 
can also be invited to evaluate the designed CLIL materials because 
they may provide different viewpoints on how quality CLIL materials 
should be designed and appraised. The opinions of teachers who have 
to select, adapt, create and use CLIL materials should also be heard 
(Morton, 2013). Finally, an assessment of learners’ performance in con-
tent and language achievements can be performed comparing three 
groups: those using the newly designed CLIL-oriented materials, those 
taught the same course using the EMI method where an authentic En-
glish textbook is adopted and those deliver the course in Mandarin Chi-
nese using a Chinese textbook. This comparison would produce rich 
evidence of the effects and the purposes of designing CLIL materials. 
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Appendix A: The questionnaire
A.  Demographic information
1. Gender (Female, Male, Prefer not to say)
2. English proficiency (CEFR C1-C2, CEFR B2, CEFR B1, CEFR A2)
3. Previous high school major (English-majored, Non-English majored)
4. Intendeddestination for internship (Domestic, Overseas, Not decided)
B. Please specify how important each statement is in designing a 
CLIL (Content + Language Teaching) textbook. From 1 (the least 
important) to 7 (the most important).
1. Language and content teaching should be equally weighted.
2. Language teaching should outweigh content teaching.
3. Content teaching should outweigh language teaching.
4. Quality CLIL materials make the learning intentions and process 
visible to students.
5. Quality CLIL materials systematically foster English proficiency.
6. Quality CLIL materials foster learning skills development and 
learner autonomy.
7. Quality CLIL materials include self, peer and other types of forma-
tive assessment.
8. Quality CLIL materials help create a safe learning environment.
9. Quality CLIL materials foster cooperative learning.
10. Quality CLIL materials seek ways of incorporating authentic lan-
guage and authentic language use.
11. Quality CLIL materials foster critical thinking.
12. Quality CLIL materials help students to reach well beyond what 
they could do on their own.
13. Quality CLIL materials help to make learning meaningful.
14. Quality CLIL should meet appropriate technical requirements, like 
pictures, format, or multimedia.
15. Quality CLIL materials should include environmental issues.
16. Quality CLIL materials should contain social issues like the elderly, 








































































































C. Please specify to what extent you agree to the following statements 
in evaluating the CLIL materials, Introduction to Hospitality and 
Tourism. From 1 (the least agreement) to 7 (the most agreement).
1. Language and content teaching is equally weighted in the current 
CLIL materials.
2. Language element outweighs content element in the CLIL current 
materials.
3. Content element outweighs language element in the CLIL current 
materials.
4. The current CLIL materials make the learning intentions and pro-
cess visible to students.
5. The current CLIL materials systematically foster English proficiency.
6. The current CLIL materials foster learning skills development and 
learner autonomy.
7. The current CLIL materials include self, peer and other types of 
formative assessment.
8. The current CLIL materials help create a safe learning environment.
9. The current CLIL materials foster cooperative learning.
10. The current CLIL materials seek ways of incorporating authentic 
language and authentic language use.
11. The current CLIL materials foster critical thinking.
12. The current CLIL materials help students to reach well beyond 
what they could do on their own.
13. The current CLIL materials help to make learning meaningful.
14. The current CLIL meets appropriate technical requirements, like 
pictures, format, or multimedia.
15. The current CLIL materials include environmental issues.
16. The current CLIL materials contain social issues like the elderly, 
the physically challenged, minorities, gender equality or general 
social concerns.
D. Please write down any comments or suggestions for the current 












































































Appendix B: A sample unit of the self-designed materials 
with answers
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